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Abstract 
Recent research recognizes the motivational and instructional power of virtual technologies (VT) and 
serious games in education and in the delivery of learning outcomes. In particular, virtual gaming 
environments can help lower the threat of failure, foster engagement of the learners through immersion, 
can link learning to goals and roles. VT as applied to formal education, e.g. in  university courses, can be 
inclusive of a wide range of technologies that are 2D or 3D and that in some way simulate physical world 
objects or relationships. In particular, we apply the Euroversity Good Practice Framework in two course 
designs where the course designs are informed by two pilot trials of the VT for learning negotiation skills. 
The two courses that are the learning context for the trial technologies are: International Contract Law 
(ICL) and International Public Law (IPL). We conclude with a recommendation for course planning 
regarding the approach and considerations that should be made for the inclusion of the VT and serious 
games in the course plan.  
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1. Introduction 
Virtual technologies (VT) and serious games present opportunities to support the present day needs of 
learners. Research and applications of VT technologies in teaching and learning are at present motivated 
by the technology’s support for characteristics of both collaboration and the participants' feelings of 
immersion of experiences where effectiveness of learning is the objective. Applications of 2D and 3D 
virtual technologies in formal courses may potentially enhance the learners understanding and acquisition 
of new skills, such as negotiation skills. This study provides a literature review and an assessment of the 
potential application of VT and serious games for learning negotiation skills in university course design. 
Many criteria of VT can influence its acceptance and/or exclusion in course design, regardless of its 
potential usefulness. For example the VT may support the aims and objectives of the course in its support 
of communication and collaboration between learners and teachers. However, this support may not be 
recognized in pre-course planning.  
This study applies a Euroversity Good Practice Framework (GPF) in the assessment of pilot application 
of VT with the intension that technology be evaluated for use in the forthcoming implementation of the 
course. The Euroversity GPF in general can help course leaders plan for the use of VT in their courses. 
This paper gives example of two instances of this. Our evaluation is informed by interview with the 
course leader in light of his experience with two pilot trials of VT as serious games in normal course work 
for two courses in law: International Contract Law (ICL) and International Public Law (IPL).  
Section 2 of this paper provides a literature review on the concepts of applying virtual technology and 
serious games in learning and formal education. In addition we describe the Euroversity Good Practice 
Framework and give references to its present application. This is followed by Section 3 that provides a 
description of the courses and the virtual technology and serious games that are intended for the courses. 
Section 4 presents the feedback from the interviews with the course leader as interpreted through the 
Euroversity GPF. This application of the framework informs our recommendation for the course design. 
The final Section 5 offers our recommendations for the approach for inclusion of the VT and serious 
games in the course plan for the fall semester of 2014.  
2. Literature Review 
In this section we provide definitions for virtual technology and serious games. We give background on 
the motivation for their use and identify areas of research that are still under development. We also 
introduce the Euroversity GPF that will be applied in the analysis of this study. 
2.1 Virtual Technology in Formal Education 
Virtual technology has formerly been used in simulation in high value training (e.g. aircraft simulation, 
vehicle training, and military training). There have been studies on the use of 3D immersive visualization 
on user behavior, task performance and comprehension of data. One of the key motivators for application 
of these in training is that participants tend to react as if the scene they were seeing is real, and that their 
behavior response is similar to their behavior in a real situation (Slater, 2009). In desktop 3D virtual 
simulation the factor of immersion may play a limited role because of the form and structure of the 
interface, and is an area that is still being explored. More specifically, virtual reality technology has long 
held promise for teaching and learning in formal educational contexts. The main arguments for the use of 
virtual technology are that "3D environments are engaging as media, and that the use of 3D rather than 
2D media facilitates comprehension by the means of situating learning materials in a context, and 
exploiting the natural capabilities of humans to interact in 3D space" (Roussou, Oliver, & Slater, 2006). 
Further research has shown that learning in 3D environment can provide a more effective, motivated way 
of learning than traditional classroom practices (Monahan, McArdle, & Bertolotto, 2008; Trindade, 
Fiolhais, & Almeida, 2002; Perkins, 1999). And a recent taxonomy of virtual learning environments 
states that the use of virtual technology is an emerging trend and still under development (Duncan, Miller 
& Jiang, 2012). 
2.2 Serious Games in Formal Education 
The study by Michael and Chen (2006, p. 17) offers the following definition, that a "serious game is a 
game in which education (in its various forms) is the primary goal, rather than entertainment." That is the 
primary purpose of the game is serious, or not intended for entertaining, while the structure of delivery is 
using a "game" mechanism. And in the end the result of the experience may very well be "entertaining" to 
the target group. Or inversely, Gee (2003) points out that many games were not designed for "education" 
but can nevertheless be used in a "classroom".  
What type of educational needs can be addressed by serious games? Several have identified 
classification schemes according to the cognitive skills that they support, e.g. repetitive task, memory, and 
exploration (O'Neil, et al., 2005). Other classifications of learning and behavioral outcomes include 
support of learning in: knowledge acquisition/understanding, motor skills, improved social skills, 
behavioral change, and physiological change (Connolly, et al., 2012). From this list and as relevant for 
this paper, several have found that serious games can be "persuasive games". That is serious games have 
been used to change behaviors and attitudes in a number of areas including public policy (Bogost, 2007, 
2008).  
Serious games when implemented as computer games or video games may according to de Freitas 
(2006) provide a useful and attractive new method of learning. However, unlike commercial off-the-shelf 
games that are mostly targeted for entertainment, games designed for education are more effective when 
they involve active participation. Computer games allowing for active, experiential, situated, or problem-
based interactions are more supportive of co-creation of value and therefore may better support learning. 
As later described in this paper the educator hopes that through use of a serious computer game that 
students' behavior, decisions and attitudes will change through the experiences of taking on multiple 
perspectives in an immersive role play game. 
2.3 The Euroversity Good Practice Framework 
The Euroversity GPF is a planning tool designed to support the design, development and delivery of 
"courses" or activity modules that make use of virtual technologies. The framework is a collection of the 
Euroversity partner network's Good Practice Guide and experiences (2013). The course designers using 
virtual technologies can with the aid of the GPF take into consideration the diversity and challenges for a 
particular target group. By doing so, the designer can potentially increase the usefulness and acceptance 
of the virtual technology for that group. We apply the Euroversity GPF in Section 4 and give 
recommendations for the further design of the studied environment. 
3. Introduction of the Courses and Virtual Technology 
In this section we describe the background of the courses, the target groups and the intended learning 
goals that need to be considered in the course designs.  We also identify the technology that will be 
applied in each course.    
3.1 Course in International Contract Law 
The course leader will explore the potential for implementing a role-play exercise with 2 student 
groups of four members using 3D virtual technology platform of Second Life (SL). The reason for 
selecting Second Life for this course exercise is because of the flexibility of the design platform. In SL, 
separate virtual spaces can be designed for meetings of 3-4 small groups. These groups can have separate 
audio fields so that privacy of conversation is allowed. In addition, a common area can be designated for 
the joint meetings. The platform also allows for the design of convincing spaces that can look like a court 
room or other business meeting areas. A court room in Second Life is demonstrated in Figure 1.  
 
 
Figure 1. Example of a court room in Second Life (Euroversity, 2013) 
The design of the learning exercise will be part of a course in International Contract Law that has 
currently around 40 students. The course is based on the UNIDROIT Principles of Commercial Contracts 
2010. The UNIDROIT Principles are both used as a model agreement and as an analytical tool to 
compare other contractual norms. The course also encompasses the Harvard`s Principled Negotiation 
Method, initially from 1991 but in 3rd edition (Fischer, et al, 2012) where the UNIDROIT Principles are 
used as "objective criteria" in contract negotiations.  
The learning goal is for students to use principled negotiation to reach an agreement. The learning 
method is applying a game in a virtual world where the students can achieve the learning goal. The role 
playing situation will be screen recorded using CamStudio, to observe how particular negotiation could 
develop so that the students could later compare this to how it developed in their game. The course leader 
will also prepare students by showing a movie clip from True Grit by the Cohen brothers where the 
young girl Mattie Ross negotiates with the experienced businessman Stonehill. 
3.2 Course in International Public Law 
International Public Law encompasses treaty law, the law of war and peace, human rights and the law 
of international organizations such as the UN, EU and WTO. The course leader will use a freeware 
desktop computer game called PeaceMaker in the segment that deals with the law of war and peace to 
illustrate. This is a free serious game that deals with the Palestinian-Israeli conflict. The course has 
around 15 students, and the trials would take place using the virtual technology in the campus computer 
lab to engage the students in this game. Screenshots from Peacemaker are seen in Figures 2 and 3.  
 
Figure 2. Example screenshot from PeaceMaker, a 2D standalone serious game 
The game is planned to be trialed multiple times allowing participants to choose different 
roles increasing their understanding of the conflict from various perspectives. To implement the 
plan, the educator will hold a day seminar in the computer lab. Each student will play the game 
on a designated computer, but all students will be seated in the same room. For each run through 
of the game half of the students will play as the Israeli Government and half as the Palestinian 
Authority. The course leader will direct and instruct the students in the initial phases of the 
game. After this the students will play the remainder of the game independently. The students 
will be working in small teams of 2-3 students at one computer. The learning goal is that 
experiences from the computer game will later be used by the students to illustrate international 
law issues. 
 
Figure 3. Feedback from PeaceMaker 
3.3 Research Methodology 
In Section 4 we have applied descriptive content analysis to interviews with the course designer 
(Patton, 2002). The feedback are interpreted and applied to the Euroversity Good Practice Framework.  
The interviews were conducted twice for each course. On the second interview checking of the transcript 
was performed. That is, the descriptive narrative was checked against the framework on the responses of 
each question, and then confirmed with the course designer to be certain that his meaning was interpreted 
correctly.  
4. Pilot Cases Interpreted through the Framework  
The Euroversity Good Practice Framework is a tool designed to support the design, development and 
delivery of courses that make use of VT technologies. The framework is a collection of the Euroversity 
partner network's Good Practice Guide and experiences. The designers of formal courses in higher 
education may seldom consider the advantages and challenges of using VT technologies within their 
course plans. The leader of the courses ICL and IPL has trialed the technologies under consideration for 
use within these courses. Through assessment of the course design using the Euroversity GPF Guide 
(2013), the authors can draw conclusions regarding the potential usefulness and most important of 
challenges that are involved in the application. The course leader can further make decisions regarding 
whether to include the technology and to what extent. This assessment, presented in Table 1, focuses on 
the pre-course section of the guide, while examining issues that could occur under course implementation 
and post-course.  
Euroversity Good Practice 
Framework Guide:   
 
Interview Questions 
Case 1: ICL application of role 
play in 3D Second Life 
Case 2: IPL application of 
PeaceMaker, 2D serious game 
1. Pre-course section 
1.1 Decision Making process:  
(a) What kind of students (target 
group)? 
(b) What do students hope to 
achieve? 
(c) Benefits of VT vs. f2f? 
(d) Access to needed course 
materials? 
(e) Can elements of the course 
be reused? 
a) Required course for MS in 
Logistics 
b) Improved negotiation skills 
and a practical venue for 
moot negotiations even after 
scheduled lectures 
c) Students with a more 
reserved personality and off-
campus students may 
participate in the negotiation 
game  
d) Course materials are 
available on Fronter 
e) Some of the negotiation 
sessions will be recorded for 
use in future lectures 
a) Required for MS in Logistics, 
elective for others. So far 
only required students have 
registered for the course 
b) Problems in the course are 
based on real life conflicts, 
e.g. Middle East conflict. 
Students have asked for more 
information on the conflict to 
prepare for the exam. 
c) The course is lecture based 
and can be monotonous over 
time. 
d) The students play the game 
before the course start. So 
they will have access to 
further materials after. 
e) The game can be played 
many times and offers 
opportunity to see different 
perspectives of the conflict. 
1.2 Aims/Objectives 
(a) Expected target group 
technical skills? 
(b) What is the added value of 
the VT option in skills or 
competencies to be 
developed? 
a) It is expected that the target 
group is not familiar with SL 
and need time and assistance 
to obtain the necessary skill 
level to complete the task. 
b) VT negotiations are already 
used in some business areas 
and by some companies. The 
value added is experiences 
gained. 
a) The target group is expected 
to have general computer 
skills sufficient to operate the 
game on the PC. 
b) Variation from lectures. 
Gaining deep understanding 
of the Middle East conflict 
and the human rights 
problems they present.  
1.3 Funding 
(a) Will you need a moderator or 
team leader with the course 
using VT? 
(b) Is technical support staff 
available during course? 
(c) Do you have access to the 
VT platform? 
a) Yes 
b) Not apart from the 
moderator; course leader will 
do on-board training 
c) Yes  
a) Yes, a moderator in the 
computer lab 
b) Yes  
c) NA 
1.4 Environment and the 
participants 
(a) Have you trialed the in-VT 
locations 
(b) Trialed at different times? 
(c) What is the backup plan? 
(d) Do you need a role-play 
dress-up or setup session? 
a) Yes  
b) Not enough 
c) No other platforms, choose 
alternative date if technical 
issues are unresolvable  
d) Ideally, yes  
 
a) Yes, course leader has played 
it  
b) Yes both home on MAC and 
at office on PC 
c) The game in not dependent 
on network access 
d) No, but maybe an idea for 
future trials. 
1.5 Logistic and timetabling 
(a) Use a calendar for time and 
locations in VT 
(b) What are the expected 
frequency and duration of in 
VT sessions? 
a) On-boarding meeting needs 
to be planned 
b) The session should take 3 
hours 
a) There will be a 30 minute 
session for explaining the day 
seminar 
b) The day seminar is expected 
to take 6 hours 
1.6 Course syllabus 
(a) Are the required virtual tasks 
linked to the course syllabus? 
a) Yes. The role play is intended 
to come at the start of the 
course, and then reflected on 
later in the course.  
a) Yes, related to issues of 
human rights 
2. Course implementation 
2.1 Technical issue and support 
(a) Schedule training time "on-
boarding" sessions 
(b) Did the leader pretest their 
own setup? 
(c) Does leader have alternative 
contact information on all 
students, e.g. Skype, email, 
Facebook? 
(d) Do you have fallback guide: 
partial problems, FAQ file, new 
session? 
 
a) Ok  
b) The course leader pre-tested 
their own setup on their own 
PC from home. 
c) No, the course leader has 
Skype, but did not have 
contact information for the 
students. This is needed.  
d) No, should be developed 
 
a) Will discuss the process 30 
minutes before the first game 
session. 
b) The course leader will pre-
test the game prior to each 
lab meeting. The game is pre- 
installed in the PC lab by the 
IT staff. 
c) No, students are in the same 
room. 
d) No, should be developed 
2.2 Interaction 
(a) How do you prepare students 
to interact for solve problems? 
E.g. text-chat with whom? 
a) Within SL students will be 
grouped into one of two 
contracting parties. Groups will 
have separate meetings before and 
during the negotiations. They will 
also have meetings during the 
negotiation with the other party, 
just like in real life. 
a) There will be spoken 
communication between students 
and teacher in the computer lab. 
Students can talk to each other 
and will be working in small 
groups in the lab. 
2.2.1 In-world communication 
modes 
(a) what will students use 
(written, spoken)? IM, calls, text-
chat?  
(b) What type of objects will 
students be expected to interact 
with, and to do what tasks? (e.g. 
sit down, give/receive notecards, 
operate slideshow panel? 
 
(c) Who will they be expected to 
interact with? E.g. course 
participants, public 
(d) Are students prepared for 
passive participation: reading 
lists, where to sit to see, identify 
who is talking, when to turn 
down volume, etc.  
 
 
a) Speech in SL and Google 
Docs for sharing written 
materials 
b) Meeting rooms, meeting 
table, documents 
 
 
 
 
 
c) Other students 
d) No, they need to be instructed 
how to do this 
 
 
a) NA. The game is single 
player, but they will play 
together in the computer lab. 
b) Game interface 
 
 
 
 
 
c) Computer AI and course 
leader to give an overview of 
the game and guidance 
underway. 
d) Students will be assigned 
their roles during the day. 
2.2.2 Interaction triggers 
(a) Will you apply any models for 
teaching designed tasks, e.g. 
historical roleplay, that may 
involve object driven or user 
driven interaction.1 
a) Negotiation role play game a) Historical and present day 
role play 
2.2.3 Session and group 
management 
(a) Have course members 
friended each other or are groups 
set up? 
(b) Have you given groups 
identified spaces? 
 
a) Ideally they should in the on-
boarding session 
b) Various meeting spaces in SL 
are designated to separate and 
joint meetings 
 
a) NA 
b) Groups will be designated to 
specific computers in the lab. 
3. Post-courses 
3.1 Participant assessment 
(a) Is the VT to be assessed or 
not? 
(b) Is the task using the VT part 
of the final grade? 
 
a) Not directly 
b) Not directly, they may get a 
theoretical question on the 
Principled Negotiation 
Method on the final exam 
 
a) Not directly, but indirectly 
through the final exam 
b) Indirectly  
3.3 Process of integrating your 
virtual participant in your 
course description 
(a) Will you document this 
process? 
a) Yes, course leader will take 
notes and in some cases 
record the event 
a) Yes, the course leader will 
take notes of the seminar 
3.4 Challenges  
(a) Who is speaking; turn-taking; 
who is silent, etc. 
 
a) Open. This has to be resolved 
by the participants as in RL 
negotiations. 
a) The course leader is the game 
session leader and will speak. 
The gamers will be mostly 
silent while working on the 
game. 
3.5 Evaluation – There are many questions regarding issues of technology and course evaluation. It is 
important to allow the course participants a feedback mechanism at the conclusion of the course. This will 
contribute to the on-going integration of VT in the course designs.  
Possible questions can include:  
• Did the VT support the aims and objectives of the course?  
• Did the tasks achieved with VT meet the aims and objectives of the course?  
• Did the VT contribute to ease/difficulty of  achieving the task? 
• Did the VT contribute to the learning outcome? 
• Does the evaluation of the course influence future selection and use of the VT? 
Table 1. Interview with the course leader applying the Euroversity GPF (2014) 
5. Recommendations for Course Designers and Concluding Remarks 
As stated in the goals for this paper, many criteria of virtual technologies can influence its acceptance 
and/or exclusion in course design, regardless of its potential usefulness. Poor experiences with the 
technology at a start of the course may create negative attitudes towards the course's learning objectives. 
We recommend therefore that the educator is cautious regarding the application of new technology even 
when the potential benefits, for example in regard to greater understanding from multiple perspectives are 
                                                     
1
 Examples of user and object triggered interaction tasks can be found on the Euroversity wiki at: 
http://euroversity.pbworks.com/w/page/73512449/Examples%20of%20typical%20teaching%20situations  
present. A staged approach is recommended. We suggest an application of the Euroversity GPF in pre-
course planning is the first step. We suggest the best results can be achieved by the course 
designer/implementer (the "educator") to go ahead with limited trials of the technologies. For example, in 
the case of using SL in the ICL course, two trial groups of 3-4 students could be given a tutorial for 
moving around in SL, and of how to find the locations where they will hold certain discussions. In a 
second meeting, these two groups would meet separately in the virtual world and then together in SL 
while attempting to complete the learning task. The entire sessions (pre-task and task) should be video 
recorded and then reviewed by the whole class. For the other course in IPL that applied a desktop 
program, the educator might find it is possible to involve the entire class, however, the staged approach is 
still recommended. It is important to have the "on-board" session, to make sure everyone is comfortable 
with the technology.  
As the educator becomes more familiar with the approach and trials it several times, the course design 
will naturally change. The exercise could be expanded in several ways, e.g. to the entire class, or through 
variations on the learning task.  
The educator should apply the GPF several times.  In a post-course evaluation the GPF framework 
could discover areas for improvement from the first run through. In addition, in this study we focused on 
the pre-course parts of the framework. In successive iterations the educator could be recommended to 
focus more on assessment and evaluation of the course design and technologies as emphasized in the later 
parts of the framework.  
As a result, the interviews presented in this paper focused on the pre-course questions in the GPF 
because the trialing of the technology was in early stages by the course leader. In the first pilot tests the 
VT was trialed with a few students, but later iterations would be intended for larger student groups. On 
later applications of the GPF we would focus on questions of assessment, evaluation and on post-course 
questions of the framework. 
In summary, our study applied the Euroversity Good Practice Framework (GPF) to two courses: 
International Contract Law (ICL) and International Public Law (IPL), where the learning objective is to 
apply virtual technology to impact students' decision making behavior and attitudes. Our evaluation is 
informed by interview with the course leader in light of his experience with two pilot trials of VT as 
serious games in normal course work. Even with limited focus on the pre-course part of the framework, 
the educator has become more aware of the importance of the preparation issues, such as giving both 
students and educators more time to try out the technology prior to attempting the learning task. Also, the 
educator became more aware of issues such as logistics of bringing groups together for training prior to 
focusing on the learning task, and issues of student and teacher interactions: e.g. where to meet in the 
virtual space, what modes of communication to use, and how to resolve issues of group management. One 
summary feedback from the course designer is that he is welcoming of the examples made available 
through the Euroversity Network that show how others have planned and implemented their courses. We 
see this analysis as also contributing to that shared knowledge base.   
Finally, a lasting contribution of this study is the documented examples of the process of how the 
Euroversity GPF helped the educator to prepare for use of virtual technologies with his courses. The 
important focus in these cases is not on the specific decisions of the educator, but rather how he 
recognized the important issues and lastly how each case makes a contribution to the common knowledge 
base that can be shared and re-used by other educators. 
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